This paper describes a pilot study of a reduced version of the PATHS Curriculum, a USdeveloped evidence-based SEL program, among schools in Hong Kong SAR (China). Three hundred and sixteen 12th grade students in three elementary schools participated in the study. A limited number of first grade PATHS lessons were adapted and translated into Chinese. Twelve teachers learned and adopted these lessons in their teaching. Students in these classrooms learned about different emotions and practiced self-control. The intervention lasted four months. After the intervention, students showed improvement in emotion understanding, emotion regulation and prosocial behavior. No change was observed in the level of children's problem behaviors. Over 65% of the teachers reported a high degree of satisfaction and willingness to adopt the intervention. The effects of the intervention varied among schools, with variations in the level of intervention and principal support, but not in the quality of implementation. Discussion is focused on the factors that could shape the adoption and implementation of SEL programs, especially the role of the difference in school systems between Hong Kong and the United States.
Introduction
In his 1995 bestseller Emotional Intelligence, Daniel Goleman popularized the concept of emotional intelligence to a global audience. With case illustrations and research findings from diverse fields, Goleman eloquently demonstrated the importance of Emotional Quotient (EQ) in our daily lives (Goleman 1995) .
Around the same time, another best-selling book, The Multiple Intelligences by Howard Gardner, also stimulated a lot of interests worldwide in the role of personal and social intelligence (Gardner 1993) . In the
The SEL situation in Hong Kong
Hong Kong is a densely populated and high-pace metropolitan city, with the majority of the population being ethnic Chinese. Epidemiological findings suggested that Hong Kong Chinese children face the same kind of developmental and mental health challenges as those faced by children in the West (Leung et al. 2008 ). Eisenberg and colleagues found that Chinese and U.S. children have similar patterns of effortful control and emotionality (Zhou et al. 2004; Eisenberg et al. 2007 ). On the other hand, in studies on cultural variation in emotional expression, it was found that Chinese and other Asians tended to dampen their emotional expressions in the interests of maintaining group harmony (Tsai et al. 2002) . Chen, in a series of research examining Chinese children's social development, found that, similar to children in the West, both aggressive and withdrawn Chinese children were at-risk for social isolation and peer rejection (Chen et al. 2002 (Chen et al. , 2005 . This is also generally true for Chinese children in Hong Kong (Chang et al. 2005; Duong et al. 2009 ).
Recently, there has been an increase in the rate of mental health problems, such as abuse of psychotropic substances, suicide and school violence, among youths in Hong Kong (Sun and Shek 2010) .
Because psychiatric conditions are strongly stigmatized among the Chinese, some local child psychiatrists argue that there is a strong need for primary prevention in Hong Kong (Lai 2000) . Universal mental health promotion programs, such as school-based SEL programs, would be "highly desirable" and in need in Hong Kong.
Chinese societies, including that in Hong Kong, are considered Confucian heritage cultures (CHCs) (Ho 1991) . The teaching context in CHC schools are characterized as "unvarying and expository, taking place in what seem to be highly authoritarian classrooms, where the main thrust of teaching and learning is focused on the preparation for external examinations …" (Biggs 1997, p.147) . Traditionally, schools in Hong Kong pay less attention to students' personal development, in comparison to time spent on academic training.
The situation started to change about ten years ago, when the government's Education Bureau (EDB) becomes more likely that schools will welcome the incorporation of SEL and primary prevention programs in their curricula.
The Promoting Alternative THinking Strategies (PATHS) Curriculum
The PATHS Curriculum was developed by Greenberg and Kusché in the ninetes. (Greenberg and Kusché 1993) . It is a school-based SEL program that promotes emotion understanding, emotion regulation and problem solving skills. The PATHS Curriculum model draws on basic developmental research, suggesting that the development of more complex and accurate plans and strategies (social-cognition)
regarding interpersonal problems has a major influence on children's social behaviors. If children misidentify their own feelings or those of others, they are likely to generate maladaptive solutions to a problem. In addition, the child's motivation for communicating his or her feelings and problem solving in interpersonal contexts will also be greatly affected by the modeling and reinforcement of adults and peers. The design of PATHS is based on the ABCD (affective-behavioral-cognitive-dynamic) model of development (Greenberg, Kusché, and Speltz 1991; Greenberg and Kusché 1993) , which places primary importance on the developmental integration of affect, behavior, and cognitive understanding as they relate to social and emotional competence. A basic premise is that a child's coping, as reflected in his or her behavior and internal regulation, is a function of emotional awareness, affective-cognitive control and behavioral skills, and socialcognitive understanding. The PATHS Curriculum model synthesizes the domains of self-control, emotional awareness and understanding, and social problem solving to increase social and emotional competence.
PATHS is a multi-year curriculum characterized by its developmental emphasis. It is implemented and taught in schools by trained teachers. PATHS is also a universal intervention that is offered to all the students in a school. Besides directly teaching children social and emotional skills, the program also emphasizes the importance of creating a supportive classroom and school climate for promoting SEL. In the lessons for young children, more focus is put on emotion understanding and impulse control. For older children, there is an emphasis on peer relationship and social problem solving.
The PATHS Curriculum is an evidence-supported school-based prevention program that has been trialed in well designed experiments and used in regular and special education classrooms. PATHS has been shown to reduce externalizing and internalizing problem behaviors, peer aggression, conduct problems, hyperactivity and frustration tolerance, and enhance emotion regulation and planning (Greenberg and Kusché 1993; Greenberg and Kusché 1996; Greenberg and Kusché 1997) . It has also been translated into various languages and used in a variety of schools for normal, deaf, and other special needs children in numerous countries across the world (Penn State Prevention Research Center 2010).
The present study examined a pilot implementation of a limited number of lessons drawn from the PATHS Curriculum among schools in Hong Kong. 
Methodology

Participants
Three hundred and sixteen first grade students participated in the study (164 males; 152 females).
They were students from three elementary schools located in three different regions in Hong Kong. One school is located in Tin Shui Wai (n=139), the northwest part of Hong Kong, where there is high concentration of newly immigrated and low SES families. A second school enrolls students from families living in Kwun Tong (n=99), an old urban district with a high proportion of families living in low cost public housing estates. On the contrary, the third school is a subsidized school operating in Kowloon Tong (n=78), a well-off district in the city. Students in this school come mostly from relatively high SES families.
Research design
Before contacting the three participating schools, we contacted a few other schools and invited them to participate in the study. These schools eventually declined to join because of other commitments. In this pilot trial, a single-group pretest-posttest design was adopted. All the participating schools were in the intervention condition and there was no control-condition school. All teachers received the same two-day training by a PATHS trainer, who has abundant experience in implementing PATHS and training school teachers in Australia. The training of school teachers covered topics such as the general theory behind the PATHS Curriculum such as the ABCD model, and the adaptation of PATHS lessons. Teachers were encouraged to think about daily examples in their classrooms or in the playground that were relevant to the teaching of the PATHS concepts. These examples would facilitate children's identification and internalization of the knowledge and values. They would also help teachers tailor their lessons to fit the developmental, behavioral, and emotional needs of their students. In the training workshop, teachers also had the chance to try out some PATHS activities and had discussions on the use of PATHS lessons in their classrooms. When the teachers started teaching PATHS, the PATHS coordinator visited the school weekly to provide technical support to each individual teacher. During some of these visits, the PATHS coordinator also observed the teachers' teaching PATHS, and the coordinator rated the teachers' quality of implementation. The coordinator also rated the extent the teachers generalized PATHS concepts throughout the school day, and whether they promoted students' discussion of feelings and the use of problem solving skills in a variety of situations, both inside and outside the classroom.
In this pilot trial, very little "control" was imposed on how schools were implementing the program.
Basically, all teachers used the basic emotion lessons, the "Control Signal Poster", as well as the "PATHS Kids of the Day". There were variations in the number of lessons taught in different schools. The frequency and duration of the intervention were all below that suggested by the PATHS trainer manual. PATHS is supposed to be a whole year curriculum but the present trial lasted only four months. It is suggested that PATHS should be taught for 20-30 minutes a day, three to five days a week, but PATHS lessons were taught only once a week in the three schools in this trial. Teachers did not use any social problem solving lessons.
Different schools adopted different numbers of lessons (8 to 16 lessons), and hence the level of the intervention varied among schools.
Schools in Hong Kong have to work within the boundary of the "central" curriculum laid down by the government. Thus, teachers needed to find niches in the curriculum to incorporate the PATHS lessons. One of the schools set aside its civic and moral education lessons for the teaching of PATHS; another used its personal growth education lessons, while the third school had more flexibility in designing and teaching its own curriculum. It designed and implemented its own version of "EQ lessons", and the PATHS lessons were incorporated into this curriculum.
Measures
Child Behavior Questionnaire (CBQ-Teacher) . This measure is a teacher rating scale developed for the Penn State REDI project measuring children's adaptation in school. A factor analysis of the CBQ-Teacher was conducted on the present sample. Four correlated factors were found and hence four subscales were formed, namely Emotion regulation skills (10 items, e.g. "Stops and calms down when frustrated or upset", 
Emotion Recognition Questionnaire (ERQ).
The Emotion Recognition Questionnaire (Camras et al. 1988 ) assesses young children's emotion knowledge. Sixteen 2-sentence situations were presented covering the range of emotions (happy, sad, angry, and afraid). Interviewers read out short stories that depicted situations in which children encounter emotion-laden events. The participating child was asked to identify the emotion the child in the story would experience. The number of correct answers was tallied and scored into a total ERQ score.
Mode and level of implementation
Similar to schools in other parts of China, the class teachers in Hong Kong are responsible for the personal needs of students in their classes. These teachers usually teach major subjects in class, and they are also responsible for taking care of the students in their classes (Eisenberg et al. 2007 ). In the present study, the class teachers implemented the PATHS in two of the schools, while in the other school, the SGT taught PATHS to all the first grade classes. The SGT is a school teacher responsible for the counseling and personal growth of students in the whole school. He/she usually takes up the personal growth education lessons, which is approximately once a week. Thus, for this school, the teaching of PATHS was less frequent. 
Implementation Quality
The PATHS coordinator observed PATHS lessons and rated the quality of teachers' implementation of PATHS. Overall, there were six rating scales in the PATHS coordinator's ratings. Three of these ratings were particularly relevant to the evaluation of the extent the teachers were using PATHS --the first rated the fidelity of their implementation, the second rated the degree by which the teachers were able to generalize the PATHS lessons to other settings in the school, and the third rated the openness of the teachers to consultation with the PATHS coordinator. These three ratings were combined to form a scale measuring the quality of PATHS implementation.
Teachers' Acceptance of PATHS and Principal Support
After the PATHS trial, the teachers were asked to complete a survey that assessed seven areas 
Results
Thirteen students "dropped out" in the post-intervention measurement. Their data were not included in the pre-post intervention comparison and subsequent analyses. On the other hand, there was no attrition in the teacher sample.
Changes in Students' Social and Emotional Competence
In assessing the effects of our intervention, the changes in the level of outcome variables from preintervention to post-intervention were examined. Analysis of covariance, with children's pre-intervention behavioral risk score as the covariate, was applied to the pre-post difference scores in the outcomes. In essence, we obtained adjusted estimates of the outcome difference scores, taking out the initial differences in children's behavioral risk. Effect sizes for these effects were also calculated and are shown in Table 1 . The children showed increases in their emotion understanding, both for reading emotional faces (ACES Total) and for understanding emotion-eliciting situations (ERQ Total). They also showed increases in their emotion regulation and prosocial behaviors, as measured by their teachers' CBQ ratings. The teachers reported no increase in children's internalizing behaviors, but they reported an increase in children's externalizing behaviors. Mean differences are based on subtracting pre-score from post-score; Adjusted Mean Differences" are adjusted by the pre-intervention risk score; * p<0.005
Differences among the Three Schools
To understand the different effects of the intervention on children's behaviors in the three schools, comparisons in the outcomes among the schools were conducted. Table 2 reports the levels of preintervention behavioral risk and the pre-post intervention differences in outcomes among the three schools. First, the pre-intervention behavioral risk scores were compared. The children in school 2 had significantly higher behavioral risk before the intervention, compared to children in the two other schools.
This may be due to the fact that there were a higher proportion of students with special educational needs in two of the classrooms in this school. Children in these classrooms might have more problem behaviors initially when they entered the intervention . We conducted additional analyses on the CBQ outcomes, taking out children in these two classrooms in school 2. The results were similar, except that there was no longer an increase in externalizing behaviors. In school 2, there was an increase in students' externalizing behaviors over the intervention period. No such increase was found in the other two schools. There were no differences among the three schools in students' change in emotion regulation and emotion understanding. Numbers in the bracket are the standard errors; means with the pairs of superscripts (a,b), (c,d) , (e,f), (g,h) denote significant pair-wise differences.
Program Implementation Quality and Principal Support
The quality of implementation did not vary much among or within the three schools [School 1:
mean=2.75, range (2.67 to 2.67); school 2: mean = 2.83, range (2.3 to 3); school 3: mean= 2.67, range ( 2.3 to
3)]. To examine the relationship between the quality of program implementation and students' gains in the outcomes, the outcome difference scores were regressed on the implementation score. Program implementation quality did not predict the size of the difference scores.
The support from the school administration for the implementation of PATHS differed among the three schools. The principal in school 2 was the least supportive. The SGT told us that the principal rarely talked to her about the PATHS lessons she taught in the school. He also only stopped by briefly in the parent seminar we organised. In the other two schools, the principals showed moderate to high support to the PATHS program. Principals in both schools took time to talk to our team and showed support to the programming. The principal in school 1 stressed that schools need more interventions like the PATHS Curriculum. 
Teacher Ratings of PATHS
Discussion
Even though the present implementation of the PATHS lessons was brief and fragmented, we saw some possible positive effects of the program on children's emotional understanding and social competence.
The lack of a comparison group in the study does not allow us to draw definite conclusions from our investigation, but we did find improvements in children's recognition of emotional expression and difference in risk levels among the students in the three schools, which are located in three different districts in Hong Kong. The families residing in the three districts were markedly different in SES and resources.
Hence, children entering these schools also differed in their behavioral risks. In addition, among the three schools, we found a great difference in the degree of implementation of PATHS and in the support school principals and teachers gave to the program.
There were differences in the degree of implementation (i.e. number and types of lessons) as well. In one of the schools, one guidance teacher delivered all the classes, which is not a recommended model of implementation for PATHS. This is because a guidance counselor is not present in the classroom during the rest of the school day and thus cannot reinforce and generalize the skills that are taught. No previous trials have used such a model and data here indicate that this would not be recommended for future interventions in the Hong Kong context. In translational research like this one, we need to pay attention not just to cultural difference, but also to the difference in the intervention delivery system (Payne, Gottfredson, and Gottfredson 2006) .
Previous studies on the need of cultural sensitivity in the development of prevention programs (e.g. Kumpfer et al. 2002; Castro, Barrera, and Martinez 2004) focused on ethnic differences rather than crosscultural or cross-national differences. Even though some research suggested that Chinese kids are different in their emotional responses (e.g. they are less aggressive and less expressive both verbally and emotionally (Yik 2010 ), and we did encounter some difficulties (e.g. language difference) in translating concepts from US to Chinese, there were not too many difficulties in getting the main message across in training sessions with teachers. From the feedback from the participating teachers, we saw that SEL can be taught in Chinese classrooms, using the same design and content.
The lesson we learned in this pilot study is that we should start introducing SEL in kindergarten classes. In Hong Kong, the kindergartens operate more like the preschools in the U.S. The kindergarten lessons look more like the preschool group times, and the kindergarten teachers are both teachers and child care workers. The curriculum in the kindergarten is more flexible than that in primary and secondary schools, and thus more amenable to the introduction of SEL curricula, like the PATHS Curriculum. Besides, there is always a call for earlier implementation of SEL programs. The Preschool PATHS curriculum is designed specially for preschoolers. There is now some evidence that SEL programs work well in preschool settings (Bierman et al. 2008 ).
